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A set of six student psychological variables--
internal locus of control for positive and negative events
as assessed by the Intellectual Achievement Responsibility
Questionnaire; self esteem as assessed by the Self Esteem
Inventory; and level of regard, empathetic understanding,
unconditionality of regard and congruence as assessed by
the Relationship Inventory--were correlated with a set of
four student perception of teacher variables--interactional
competence, rapport, unreasonable negativity and fosterance
of self esteem as assessed by the Student Evaluation of
Teacher II--to determine the relationship between the stu-
dent psychological variables and the manner in which stu-
dents evaluate their teachers. The subjects, sixth graders
from ten classrooms in South Central Kentucky, were admin-
istered the instruments in two days of testing, all of
which occurred in April, 1976. Using canonical correlation,
it was found that three student psychological variables--
level of regard, self esteem and empathetic understanding--
contributed highly to the prediction of student perception
of teachers, level of regard and empathetic understanding
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being highly related. Three student perception of teacher
variables--fosterance of self esteem, rapport and unreason-
able negativity--contributed highly to the prediction of
student psychological variable scores. It was concluded
that sixth grade students of varying academic ability ex-
hibited the same pattern of evaluating their teachers and
that their own self esteem, perception of their teachers'
level of regard and empathetic understanding strongly
influence their perception of their teachers. It was fur-
ther suggested that student perception of teachers may
really be a reflection of student perception of the Insti-
tution of Education and student perception of self in rela-




-Those characteristics which impress pupils favor-
ably, which lead to high appreciation on their part, and
which establish those relations of sympathy and coopera-
tion so essential in the schoolroom, must have some value-
(Kratz, 1896, p. 413). It is in agreement with the state-
ment by R. G. Kratz, an American researcher of the nine-
teenth century, that this author has conducted research
in 1976.
In recent years, emphasis on the evaluation of
teachers has become increasingly apparent not only in
colleges, military training programs and high schools,
but in elementary schools as well. According to Ryans
(1960), researchers have taken basically five directions
in attempting to evaluate teachers: evaluation by super-
visors, by colleagues, by the teachers themselves (self-
evaluation), by trained observers and by students. Of
these approaches, evaluation by trained observers and by
students have proven to be the most reliable. The present
study is concerned with teacher evaluation by students.
When students evaluate teachers, it is logical to
assume that their own characteristics may affect how they
1
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view teachers and how they actually evaluate them.
Research in the fields of education and psychology has
focused on a multitude of student variables including among
them student self esteem, student perception of his/her
relationship with the teachers and student degree of ac-
ceptance of responsibility for his/her own actions. The
existing literature supports the proposition that pairs
of these factors are related to each other (Crandall et
al., 1965; Davidson & Lang, 1960; Davis & Davis, 1972;
Fitch, 1970; Pegg, 1970). However, no single study has
attempted to investigate the possibility that all three
factors are related. Certainly, no study has attempted
to relate all of these factors to student evaluation of
teacher performance. The present study investigates the
possibility that student self esteem, student perception
of his/her relationship with the teacher, and student ac-
ceptance of responsibility for his/her own actions are
related to perceived teacher performance.
When considering the use of subjective criterion,
such as evaluation of teacher competence on any level
(supervisors, peers or students), the relationship of the
subjective criterion with the objective criterion of
learning and human development must be considered. Several
studies (Medley & Mitzel, 1963; Rodin R.L Rodin, 1972;
Stecklein, 1960) failed to find any appreciable relation-
ship between teachers' ratings and student attainment, yet
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others (Bryson, 1974; Morsh, Burgess & Smith, 1956) demon-
strated significant correlation between student gains and
their ratings of their instructors.
Although the above five studies indicate that there
is some conflict as to the correlation of evaluation of
teachers with student attainment, the research generally
indicates that evaluation by students is superior to eval-
uation by supervisors or by peers (Morsh, Burgess & Smith,
1956; Ryans, 1960). There is also evidence to support the
contention that evaluation of teachers by adult students is
highly related to learning. Similar research with children
is lacking, yet certain teacher qualities are commonly de-
sired by adult, high school and elementary school students.
For instance, knowledge of subject matter, rapport, under-
standing and fairness of teaching methods are desired by
all previously mentioned age groups (Bryson, 1974; Ryans,
1960; Veldman & Peck, 1963; White & Dekle, 1966).
There is then reason to believe that student evalu-
ation of teacher performance at the elementary school level
would discriminate between those teachers who foster the
cognitive development of their students and those who do
not. In researching student characteristics which are
believed to be involved in the evaluation of teachers and
their relationship with perceived teacher performance at
the sixth grade level, the following hypothesis was
proposed:
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There would be a high positive relationship between
a composite of student psychological variables with
a set of variables designed to measure student per-
ception of teachers.
The student psychological variables were de-
fined as:
a) student self esteem as assessed by the
Self Esteem Inventory (Coopersmith,
1967).
b) student responsibility for positive and
negative events as assessed by the Intel-
c)
lectual Achievement Responsibility Ques-
tionnaire (Crandall et al., 1965).
student perception of his/her relation-
ship with the teacher in terms of empa-
thetic understanding, level of regard,
unconditionality of regard and congru-
ence as assessed by the Relationship 
Inventory (Bills, 1975).
The variables designed to measure student
perception of teachers were assessed by the
Student Evaluation of Teacher II (SET II)





d) fosterance of self esteem.
CHAPTER II
Review of Related Literature
Student Evaluation of Teachers and Student Attainment
This is truly the age of accountability for
education. With the number of trained teachers graduating
each year and flooding the job market, administrators and
tax-paying citizens can afford to be increasingly discrim-
inative. Now, more than ever before, we need reliable and
valid methods for identifying the best teachers. When con-
sidering the use of subjective criterion, such as evalua-
tion of teacher competence on any level (supervisors, peers
or students), we must know if the subjective criterion is
related to the objective criterion of learning and human
development.
Several studies (Medley & Mitzel, 1963; Rodin &
Rodin, 1972; Stecklein, 1960) failed to find any appreci-
able relationship between teachers' ratings and student
attainment. Rodin & Rodin (1972) reached this conclusion
after comparing the ratings given to ten teaching assist-
ants by 293 calculus students with the number of paradigm
problems successfully completed by the students upon com-
pletion of the course. The professor in charge gave three
6
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lectures per week and designed the test questions. Each
teaching assistant spent one day each week with a group of
students answering questions and one day each week adminis-
tering the test problems and going over the results with
the students. The students could take variants of each
problem, up to six times if necessary, and the final grade
was based solely upon the number of problems passed. The
three teaching assistants rated lowest by their students
instructed students with the highest grades. The teaching
assistant rated highest instructed students who achieved
the least. Because of the Rodins' methodology, Bryson
(1974) criticized the applicability of their conclusion.
The teaching assistants did not have full responsibility
for teaching the course the way an instructor usually
would. In direct conflict with the Rodins' study, Bryson
found a significantly positive relationship between in-
structor characteristics and amount learned. Teaching
skills of 14 college algebra instructors were evaluated by
their 582 students. These instructors used the same text-
book, were told what subject matter to cover, and did not
see the final exam. However, method of presentation was
left to their discretion.
Attempting to establish a reliable and valid method
of instructor evaluation for the United States Air Force,
Morsh, Burgess and Smith (1956) asked supervisors and col-
leagues to rank-order 40 instructors of the Hydraulics
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Phase in the Aircraft Mechanic course at Sheppard Air Force
Base in terms of their -general effectiveness.- Students
were asked to rate their instructors on knowledge of sub-
ject, teaching methods, understanding of students and as a
personal friend, and then, to rank these four qualities in
order of the instructor's relative strength in them. Morsh
et al. found little relationship between supervisor and
peer rankings and student gains. Yet, there was signifi-
cant correlation between student gains and their ratings of
their instructors.
Although there is some conflict as to the correlation
of evaluation of teachers with student attainment, the
research generally indicates that evaluation by students is
superior to evaluation by supervisors or by peers. In
fact, there is evidence to support the contention that
evaluation of teachers by adult students is highly related
to learning. Similar research with children is lacking,
yet there is reason to believe that student evaluation of
teacher performance at the elementary school level would
discriminate between those teachers who foster the cogni-
tive development of their students and those who do not.
To justify this line of reasoning one must examine closely
characteristics of children and their ability to perceive
and describe their teachers' behavior.
Reliability and Validity of Student Evaluation of Teachers
9
In using the perceptions of children in assessing
teacher characteristics, a concern must be the children's
ability to discriminate, and the validity of their
discriminations. In reference to discrimination, Amatora
(1950) compared the ratings of seven teachers by 1,000
children in grades four through eight. She noted that
children exhibited markedly different degrees of liking for
three teachers and almost an equal degree of liking for the
other four. She considered it significant that they were
able to discriminate well enough to agree about four of the
teachers. Using a TAT-like testing situation, Biber and
Lewis (1949) found that children's perceptions did indeed
reflect procedures which were carried out in school and
that children did respond to individual differences among
their teachers. Wright and Sherman (1965) explored the
nature of those dimensions of teacher characteristics upon
which children were found to most agree and most disagree.
There was very little disagreement concerning teacher com-
petence, but some disagreement concerning the teachers'
affective feelings towards the students themselves. Later,
on reanalyzing the questions to which the students respond-
ed, Haak et al. (1972) noticed that competence was repre-
sented in very concrete observable terms and that the
-love" items were composed of removed, motivational terms.
This bears implications for care which should be exercised
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in wording affective questions. Still, when looking at the
class as a whole, these affective questions were rather
reliable, and they could have diagnostic implications for
one student or a subgroup of a class. Neale and Proshek
(1967) found that children in minority groups expressed
favorable responses to some aspects of school which more
middle class children did not view so favorably. Although
in this case different preferences emerged from children of
different socio-economic backgrounds, these children did
indeed discriminate.
In general, it appears that children, even as early
as fourth grade, are able to agree quite often about what
is going on, especially when it comes to concretely defined
observable overt behavior. Further support for their dis-
criminative ability was supplied by Good and Grouws (1975)
in a study on reliability of student evaluation of
teachers. They administered the Halo Scale drawn from the
My Class Inventory (Rabinowitz & Rosenbaum, 1958) plus two
additional items about class discussion and peer relations
to third and fourth graders in 75 classrooms in the Spring
of two consecutive years. Stability of teacher ratings
were evident over the two year period, especially with
teachers at the extreme ends of the distribution.
It appears that children can reliably discriminate,
but there has been little research regarding the validity
of young students' opinions about their teachers. Indirect
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support of validity was determined by Centra (1973), Gage,
Runkel and Chatterjee (1963) and by Tuckman and Oliver
(1968). In a study involving over 400 college faculty mem-
bers, half of whom were assigned to an experimental group
and half to a control group, Centra (1973) found that as a
result of student ratings of instructor practices, changes
in practices occurred after a half semester for instruc-
tors judged as "unrealistic.- Furthermore, even more
instructors changed if given more than a half semester. In
a study involving 176 sixth grade teachers and their ap-
proximately 3,900 students, Gage et al. (1963) found that
when student evaluations were made available to the teach-
ers, as opposed to when they were not, teaching competence
improved. Tuckman and Oliver (1968) administered the
Student Opinion Questionnaire (Bryan, 1963) to the students
of 286 high school vocational teachers. They found that
teacher behavior which was negatively affected by feedback
from supervisors conversely was positively improved by
student feedback. In all of the above studies the teachers
seemed to acknowledge the validity of student evaluations
by their differential reaction to it.
The fact that children can discriminate is firmly
established. Not only can they agree on a teacher's char-
acteristics, but other children who are enrolled in that
teacher's class the next year likewise perceive those char-
acteristics and rate the teacher accordingly. Teacher
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behavior seems to indicate that the children's opinions are
of importance because teachers tend to modify and even
improve their teaching methods after student evaluation
feedback.
Teacher Characteristics Desired by Students
Much in-depth research has transpired since Kratz
(1896) constructed a set of structured questions about
teaching and administered it to 2,411 elementary and sec-
ondary school children. At that time children indicated
preference for teachers who were encouraging, patient,
polite, neat and pleasant.
Amatora (1950), using the Diagnostic Teacher Rating
Scale with 1,174 children, found that highly rated teachers
were generally well-liked, seen as being good at explain-
ing, and as being sympathetic and fair--particularly in
grading. They were viewed as being able to maintain dis-
cipline, requiring work from students and teaching lessons
which the children enjoyed.
Symonds (1963) combined a student nomination tech-
nique with his own subjective observations of classroom
behavior of 17 teachers ta'.en from the top and bottom of
the students' nomination list. He concluded that the
-superior- teachers liked children, were well-integrated
with good personality organization and were personally
secure and self-assured. The "inferior- teachers disliked
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children, were personally disorganized and were insecure
with feelings of inferiority and inadequacy.
Ryans (1960) classified 2,043 elementary and high
school teachers on the basis of classroom behavior. On
analysis of the data, he was able to construct the follow-
ing three patterns of -good- versus "bad- teacher
characteristics:
Pattern Xo: understanding, friendly vs. aloof,
egocentric, restricted.
Pattern Yo: responsible, businesslike, system-
atic vs. evading, unplanned or
slipshod.
Pattern Zo: stimulating, imaginative, surgent
or enthusiastic vs. dull, routine.
Veldman and Peck (1963) administered the Pupil Obser-
vation Survey Report to seventh through twelfth grade
students of 554 student teachers. A factor analysis iden-
tified five major dimensions within which the students
located their teachers. The first three highly resembled
Ryan's (1960) three patterns of observed teacher behavior.
The five dimensions were:
1) friendly and cheerful.
2) knowledgeable and poised.
3) lively and interesting.
4) firm control (discipline).
5) non-directive (democratic procedure).
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Barbe and Steiert (1964) asked gifted children in
grades three through six to rate their teachers and found
that they regarded the teachers along two dimensions. Of
interest here is that gifted children are the only group of
students which has been found to rate the qualities of
knowledge and wisdom first. The two dimensions were:
1) knowledge and wisdom.
2) warmth.
White and Dekle (1966) administered the Pupil Obser-
vation Survey Report (Veldman & Peck, 1963) to students in
grades five through seven. They divided the students into
groups of over achievers, normal achievers and under-
achievers. Upon factor analysis of the data, they found
wide differences among these groups only in one factor--
warm, affable, deferring. The six factors of teacher char-
acteristics were:





6) self-assured, poised, ego-strength.
Beck (1967) administered the About 'Iv Teacher assess-
ment scale to 2,108 sixth graders and found the children
describing their teachers along three dimensions:
1) warmth and friendliness.
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2) ability to communicate clearly.
3) motivating qualities.
In summary, children seem to indicate preference for
a warm and friendly teacher who likes them, a teacher who
can control the class, provide some degree of structure and
is knowledgeable. Furthermore, they want a teacher who is
able to communicate that knowledge in an involving and
interesting manner.
Student Characteristics
In asking whether or not student characteristics are
related to their evaluation of teachers, certain student
traits must be selected from the universe of student
traits. Of particular emphasis in this study are student
self esteem, student acceptance of responsibility for his/
her own actions and student perception of his/her relation-
ship with the teacher.
Self esteem. Self esteem is also referred to under
the labels of self concept and phenomenal self. Snygg and
Combs have defined it as the sum total of all of person's
awarenesses and perceptions of himself, judged by himself
(Fitts et al., 1971). Coopersmith (1967) called it an
evaluation which the individual makes and customarily main-
tains with regard to himself. It's an attitude of approval
or disapproval, an attitude which indicates the extent to
which one feels capable, significant, successful and worthy.
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In short, as Coopersmith (1967) states, "self esteem
is a personal judgement of worthiness that is expressed in
the attitudes the individual holds toward himself" (p. 5).
Not only is self esteem resiliant, but it does not change
significantly for preadolescent children across different
areas of experience such as school, family, peers, self and
general social activities (Coopersmith, 1967). As he
points out, either preadolescent children make little dis-
tinction about their worthiness in different areas, or such
distinctions occur within the context of an over-all, gen-
eral appraisal of worthiness.
A difference, although not a significant difference,
in the self esteem of low socio-economic status children
(SES) as compared to more advantaged children has been con-
sistently noted. Trowbridge (1972) administered the Self 
Esteem Inventory (SEI) (Coopersmith, 1967) to 3,789 chil-
dren in grades three through eight. They were of low and
middle income, from urban and rural areas and of Black and
"Other" racial heritage. Trowbridge found that a nonsigni-
ficant trend existed at all IQ levels in which the low SES
children had higher self esteem than middle SES children.
Age and sex factors were nonsignificant, and self esteem
was generally positive in the middle SES group as well.
McDaniel (1967), Scott (1969) and Soares and Soares (1969)
obtained the same results without considering IQ. Zirkel
and Moses (1971) administered the SEI to 120 students from
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three schools who were similarly distributed as to sex, SES
and IQ (range 76-112). Each school contained Negro, Puerto
Rican and White children with each group being in majority
at one school. The majority-minority, sex and IQ factors
did not yield significant differences. Without reaching
significant levels, Negro children had higher self esteem
than White children, and White children had higher self
esteem than Puerto Rican children.
Studies investigating the relationship of self esteem
to achievement and IQ have yielded nonsignificant to moder-
ately positive results. In a study using fourth and sixth
graders from schools in Clarke County, Georgia, Bledsoe
(1967) found that correlations between self concept and IQ
as measured by the California Test of Mental Maturity were
low to moderately positive for boys and nonsignificant for
girls. Similar results were obtained for self concept and
achievement using the California Achievement Tests.
Using the SEI, Coopersmith (1967) likewise found a
low correlation between self concept and achievement.
Using the SEI with fourth, fifth and sixth graders,
Campbell (1967) also found a low correlation between self
esteem and achievement as measured by the Iowa Composite 
Achievement Test scores, the relationship being higher for
boys than for girls. Eubank (1962), however, using the
Bills-Lipsitt Self Concept Scale and nationally standard-
ized achievement and intelligence scales, found no
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significant differences between the means of the intelli-
gence and achievement tests for high and low self concept
groups of fourth and sixth graders. Reeder's findings
(Campbell, 1967) that children achieve lower in terms of
their potential if they have a low self concept may account
for the correlations with achievement which are usually
higher than correlations with intelligence.
With such inconsistencies being obtained in the re-
search on self esteem as it applies to measureable educa-
tional correlates, one may be prematurely drawn to the
conclusion that measurement of student self esteem is a
waste of time and effort. However, the use of student self
esteem measurement in researching the area of student eval-
uation of teachers is supported by the research of Davidson
and Lang (1960). They discovered that the student's per-
ception of the teacher's feelings toward him or her corre-
lates positively with self esteem. Furthermore, as chil-
dren perceive their teacher's feelings to be more positive
toward them, their academic achievement and classroom be-
havior are rated as higher and more desireable by their
teachers.
In summary, significant differences in self esteem
among children have not been found in the variables of sex,
age, IQ, ethnic group or social status. Self esteem scores
sometimes correlate on a low to moderate level with
achievement. Students' perceptions of their teachers'
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feelings towards them correlate positively with self
esteem. Indeed, as children perceive their teachers'
feelings toward them to be more positive, their teachers
tend to rate more highly their academic achievement and
classroom behavior.
Conditions of Relationship. The work of Carl Rogers
in the area of interpersonal relationships led to a study
by Harrett-Lennard (1962) and the development of the Rela-
tionship Inventory (RI) used to assess perceived client-
therapist relationship. Rogers (1957 & 1959) theorized
that certain conditions must be present for a productive,
healthy working relationship between client and therapist.
Barrett-Lennard used two of these variables in the RI--
empathetic understanding (the extent to which one person
recognizes perceptions or feelings of another) and congru-
ence (consistency between awareness, communication and
action). Barrett-Lennard also used the concept of uncondi-
tional positive regard, originally formulated by Standal
(1954), and considered it to be the two separate conditions
of level of regard (i.e., the positive or negative affec-
tive aspects of one person's responses to another) and
unconditionality of regard (i.e., the degree of constancy
of regard felt by one person for another who communicates
his or her personal experiences to the first). Another
condition, willingness to be known (i.e., the sharing of
personal experiences and self perceptions, perceptions of
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feelings toward the other and perception of the immediate
relationship) was also formulated by Barrett-Lennard for
the RI (Barrett-Lennard, 1962).
The instrument developed by Barrett-Lennard and his
associates measured the contribution of these conditions to
the therapeutic relationship. Four conditions--empathetic
understanding, level of regard, unconditionality of regard
and congruence--were positively correlated with indices of
personality change during therapy. These conditions which




defining the therapeutic relationship and
change in the therapeutic relationship,
for other relationships. They refer to
qualities that may be present or absent
in any significant, continuing interpersonal relationship,
especially of a helping relationship nature, (such as that
between teacher and student) which would have a bearing on
the psychological development and functioning of the indi-
viduals involved.
Such a course was pursued by Robert Bills (1975) in
revising the Relationship Inventory so that it could be
used with teachers and their students. Bills' research
(1975) with a group of 6,929 students in grades seven
through twelve indicated that students tend to see their
teachers as being higher in positive regard and congruence
than in empathetic understanding or unconditional regard.
Male students felt that their teachers had lower levels of
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regard, empathetic understanding, and congruence, and had
more conditionality of regard than did female students.
Among grade levels, there was no significant difference
between unconditionality of regard and congruence scores.
It was noted that as students proceed from grade to grade,
they feel that their teachers are less highly regarding and
less empathetic.
As demonstrated by Aspy (1967) and Aspy and Hadlock
(1967), teachers' levels of empathy, congruence and posi-
tive regard have a significant influence on the cognitive
growth of elementary school children. Aspy (1967) gave 120
third graders, matched according to sex and IQ (range 90-
120), the five subtests of the Stanford Achievement Test at
the beginning and conclusion of the same academic year.
The teachers' levels of empathy, congruence and positive
regard were determined from tape recordings by experienced
raters employing previously validated scales. Students
receiving significantly higher facilitative conditions
achieved significantly higher gains on four of the five
achievement subtests. The mean difference for total gain
by the two groups was 1.6 years. Employing the same method
with another set of elementary school children and their
teachers, Aspy and Hadlock (1967) obtained similar results.
The students of the highest rated teacher gained an average
of 2.5 academic years, while the students of the lowest
level teacher gained an average of .5 of an academic year.
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It was also noted that students of the low level function-
ing teachers were significantly more truant than those of
the high level functioning teachers.
The conditions of positive regard, empathetic under-
standing, unconditionality of regard and congruence as per-
ceived by clients in psychotherapy have been shown to be
instrumental to positive growth change (Barrett-Lennard,
1962). Likewise, the conditions of positive regard, empa-
thetic understanding and congruence are significantly
related to cognitive gain in elementary school students.
Student Responsibility. Investigators from diverse
orientations have frequently shown their concern with man's
ability to control his personal environment. Alfred Adler
(Ansbacher & Ansbacher, 1956) is the theorist who has
written the most about his concern for man's becoming more
effective in controlling his personal world. Sharing this
concern, Richter (1959) and Mowrer and Viek (1948) conduct-
ed animal studies which have shown that animals react dif-
ferentially to painful stimuli according to availability of
personal control over the situation. When the animals con-
trolled their environment to avoid the stimuli, there was
often no detrimental behavioral change, but when they were
strictly at the mercy of their environment, many died.
Heider (1958) formulated his causal attribution theo-
ry to describe the cognitive process people use in struc-
turing their environment. According to Heider, a person
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engaged in an activity attributes its outcome to one or
more internal or external causal sources. The construct,
internal-external control per se, was developed from
Rotter's (1954) social learning theory. According to
Rotter, internal control refers to attributing to oneself
responsibility for the consequences of one's own actions.
External control refers to attributing to forces outside
of the self (fate, chance or powerful others) the responsi-
bility for the consequences of one's own actions. Locus of
control is viewed as a generalized expectancy which oper-
ates across situations.
Many situations contain cues which help define the
degree to which events are contingent upon an individual's
actions. Individuals differ in the degree to which they
believe they can usually influence outcomes. The original
questionnaire constructed to assess this variable of inter-
nal versus external control in adults was developed by
Phares (1957), later revised by James (1957), and then by
Liverant, Rotter, Crowne and Seeman (Gore & Rotter, 1963).
More recently, three other instruments have been developed
for children: the Locus of Control Scale, by Bialer (1961);
the Children's Picture Test of Internal-External Control,
by Battle and Rotter (1963), and the Intellectual Achieve-
ment Responsibility Questionnaire, by Crandall, Katkovsky
and Crandall (1965).
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There has been agreement among researchers and theo-
rists in the past, namely Keister (1937) and Lewin (1935),
that the child must be able to see himself as an instrument
in the outcome of events in order to have a subjective ex-
perience of success or failure. Bialer (1961) therefore,
set out to construct a tentative formulation of success-
failure conceptualization measured by developmentally de-
termined patterns in retarded and normal children and to
investigate the possibility that conceptual maturity might
exist as an age-independent factor. As Bialer explains,
there is no conception of a relationship between the out-
come of events and one's own behavior in the early stages
of development Events are simply categorized as pleasant
or unpleasant without regard to personal responsibility for
them. As the child develops, the child begins to realize
that she or he can often influence the outcome of events.
According to the child's ability, favorable outcomes which
he or she causes may be seen as pleasureable or even as
successes. Likewise, the child may see unfavorable out-
comes as unpleasant or even as failures. The younger
child's motivation is based upon hedonistic cues, while
with the development of conceptual maturity and internal
control, the child responds to cues associated with person-
al success or failure. Both systems operate in the more
mature child and may be in conflict, such as when he or she
must endure unpleasantness to achieve the desired goal or
25
when an event which is pleasureable is associated with
failure. The child is increasingly faced with the phenome-
non of delayed gratification.
Using a sample of 89 mentally retarded and normal
children of both sexes, ranging in chronological age from
6-3 to 14-3 and in mental age from 3-10 to 15-9, Bialer
(1961) found that with increasing age (regardless of re-
tarded-normal classification, there was a significant ten-
dency to perceive internal locus of control and to respond
to success-failure cues rather than to hedonistic cues, and
so to delay gratification. Mental age, rather than chrono-
logical age carried no weight when effects of mental age
were partialled out. Therefore, retarded children appar-
ently do not qualitatively differ from normal children in
developing the ability to conceptualize success and fail-
ure, but since the conceptualization develops more slowly,
retarded children are chronologically older than their
counterparts at any given level of conceptual development.
Therefore, if the patterns of internal-external re-
sponses of classrooms of retarded children are compared
with those of classrooms of normal children of approximate-
ly the same age, one would expect a more external pattern
in the classrooms of retarded children. Furthermore, the
respective classrooms might have noticeably different pat-
terns of evaluation of teacher performance. The task would
then be to ascertain whether the differences were due to
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characteristics of the teachers themselves, differential
modes of relating to retarded and normal children, or the
different levels of conceptual development of the two
groups of children.
Both Pegg (1970) and Fitch (1970) found external
control to be positively related to self esteem. Fitch
identified high and low self esteem subjects using the
Tennessee Self Concept Scale (Fitts, 1964). After placing
his 135 undergraduate business students in success and
failure conditions of high and low choice, he found that
high-esteem subjects tended to internalize success outcomes
but not failure outcomes. Low-esteem subjects tended to
internalize both success and failure. Fitch felt that the
tendency to internalize failure more might be a causal
factor operating in low self esteem. In basic agreement
with Fitch, Davis and Davis (1972) in a study involving
internal and external college students and their reactions
to success and failure feedback on task anagrams or a
"social sensitivity test" found that the groups did not
differ in taking personal credit for success. However,
internals showed a greater tendency to blame themselves
for failure than did externals. Davis and Davis hypothe-
sized that external locus of control might serve a defense
function. Further, these studies seem to lend support to
the idea that internal locus of control may be correlated
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with low self esteem, whereas external locus of control may
be correlated with high self esteem.
In studying locus of control and achievement, McGhee
and Crandall (1968) administered the Intellectual Achieve-
ment Responsibility Questionnaire (JAR) (Crandall et al.,
1965) to third, seventh and tenth graders in partial repli-
cation of an earlier study (Crandall et al., 1965). Chil-
dren in both studies who were more highly internal on
either the JAR subscore or the total test score consistent-
ly attained higher academic performance scores in both
achievement tests and grades.
In summary, the research on student responsibility
has shown that children begin developing a sense of respon-
sibility for the results of their own actions at an early
age. Even as early as the third grade, internal control
has been consistently related to achievement in children.
There seems to be some interaction between development of
locus of control and self esteem because college students
with high self esteem tend to take personal credit for suc-
cess but not for failure, whereas college students with
comparatively lower self esteem tend to take both the cred-
it for success and the blame for failure.
Summary of the Literature Review
The past research indicates that children can dis-
criminate between teachers who foster their cognitive
development and those who do not.
seem to hold common preference for
children specifically want a warm,
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Students of all ages
the ideal teacher, and
friendly teacher who is
knowledgeable, can communicate that knowledge in an involv-
ing and interesting manner, who likes them and can control
the class providing some degree of structure. Their evalu-
ations spur positive change in teacher behavior as opposed
to the evaluations by supervisors or peers.
Self esteem of
over a wide range of
ficantly across sex,
children does not change
experiences, nor does it
significantly
differ signi-
IQ, SES or ethnic heritage.
there is a trend of low SES students having higher self
esteem than others, Black children scoring higher than
Caucasions and Caucasions scoring higher than Puerto Rican
children. The general tendency for the great majority of
children is toward positive self esteem. Self esteem does
show a low to moderate correlation with achievement. It is
important to note that self esteem does correlate positive-
ly with students' perceptions of their teachers' feelings
toward them, and the more positive the perceived relation-
ship, the more highly their teachers rate their academic
achievement and classroom behavior.
In studies with children, high self esteem does some-
times show a low to moderate correlation with achievement,
and internal locus of control as early as the third grade
has consistently been related to achievement. It seems
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inconsistent then that in a study with college students,
external locus of control was related to high self esteem.
It could be that at all ages self reported high self esteem
is related somewhat to achievement and that locus of con-
trol is more strongly related to achievement. At first,
internal locus of control is strongly related to achieve-
ment, but as people mature and approach adulthood, external
locus of control becomes highly related to achievement. It
has been suggested that external locus of control really
serves as a defense mechanism. It could be that a larger
proportion of the more mature population utilizes external
control in meeting their needs and in upholding their self
concepts.
Positive regard, empathetic understanding, uncondi-
tionality of regard and congruence perceived in a relation-
ship facilitates positive change. Additionally, positive
regard, empathetic understanding and congruence have been
shown to relate significantly to cognitive gain in elemen-
tary school students. The past research indicates that the
affective states of children play an important role in
their school experience. They tend to value their teachers
more highly if they too manifest emotions such as warmth
and friendliness. They very much want their teachers to be
interested in them not just as academic performers, but as
whole persons. In reality education is concerned with more
than just cognitive development. Throughout the years of
30
schooling children are learning how to handle their own
personal characteristics, their own emotions and their
relationships with other people. As key figures in the
lives of children, teachers contribute to their affective
development through personal contact and by example.
Teacher competence then includes a combination of knowl-
edge, effective teaching skills, and the communication of
emotions and attitudes felt by the teacher which are con-
nected with the students as individuals. The goal of the
present study is to further clarify the relationship be-
tween student psychological variables (self esteem, percep-
tion of his/her relationship with the teacher and degree of
acceptance of responsibility for his/her own actions) and
perceived teacher characteristics (interactional competence,





The subjects for this study were chosen because the
teachers and their principals responded affirmatively to
requests to participate. The subjects were 266 sixth
graders and their teachers from 10 classrooms in South
Central Kentucky. The participants included eight public-
rural classrooms, one experimental-city classroom and one
parochial-city classroom. The students' reading abilities
ranged from poor to excellent. Therefore, the procedure
was adjusted for the two classrooms of poor readers where
all questions were read aloud. The teachers were all fe-
male, nine being White and one being Black. Nine of the
ten reported that their educational levels ranged from
bachelor to doctoral-equivalent levels, four reporting BA
levels, three reporting MA-equivalent levels and one re-
porting a doctoral-equivalent level. Years of teaching
experience ranged from 7 to 34 years. (See Appendix A for




Self Esteem Inventory (SEI). This instrument yields
a subjective interpretation of the student's self esteem
defined as "a personal judgement of worthiness that is ex-
pressed in the attitudes the individual holds toward him-
self" (Coopersmith, 1967, p. 5). The SEI was developed
using fifth and sixth grade children, ages ten through
twelve, and the final form was likewise administered to
such a sample of 1,748 children of both sexes. Test-retest
reliability is .70. The mean reliability for males is .701
with a standard deviation of 13.8. The mean reliability
for females is .722 with a standard deviation of 12.8.
The SEI is relatively free from many common variables.
There was only a weak relationship (2 < .15) between self
esteem and social class. There were no significant differ-
ences between males and females or children of Jewish,
Roman Catholic or Protestant faiths. Correlation between
self esteem and intelligence was only .28 (2 < .05) and be-
tween self esteem and achievement was .30 (p < .05)
(Coopersmith, 1967).
The SF:I consists of 58 items which are short state-
ments requiring an answer of -like me- or "unlike me.- The
answer is made by placing a check in the appropriate
column.
Relationship Inventory (RI). The original RI
(Barrett-Lennard, 1962) was revised by Robert Bills (1975)
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to determine the quality of a child's perceived relation-
ship with his or her teacher in terms of empathetic under-
standing, level of regard, unconditionality of regard and
congruence. Empathetic understanding describes a relation-
ship in which the student feels that the teacher under-
stands what it is like to be a student. Level of regard
describes a relationship in which the student feels that
the teacher acts as if he or she believes that the student
is an important person. In unconditionality of regard, the
student believes that the teacher is not placing a "price"
on his positive regard. In congruence, the student be-
lieves that the teacher is thinking and feeling in accord-
ance with his or her behavior. The teacher does not give
the impression of thinking one way and behaving another.
The intercorrelations of the four RI scales based on
a sample of 2,691 seventh through twelfth graders are low,
the most independent being unconditionality of regard.
Empathetic understanding, level of regard and congruence
have considerable independence, yet the amount of existing
overlap suggests that these variables are often present in
the same person to the same degree.
Coefficients of internal consistency (split-half cor-
relations) are lower than might be hoped, yet, according to
Bills (1975), they are surprisingly high for scales con-
taining only eighteen items each. The corrected split-half
correlations are: Level of Regard, .79, Empathetic
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Understanding, .73, Unconditionality of Regard, .58, Con-
gruence, .58 and Total Scale, .89.
The majority of the items add to the reliability of
the total scale. The items do show higher correlations
with the total scores of the scales in which they are con-
tained, the size of the coefficients being such that it may
be concluded that most items have excellent reliabilities.
The RI is composed of 72 simple statements scored
either positively or negatively as to the four scales,
yielding a score for each scale. The answer is made by
marking out a number in each statement according to how
strongly the subject feels. There is a range of six
choices from "Strongly Yes" to "Strongly No."
Intellectual Achievement Responsibility Questionnaire
(IAR). This instrument developed by Crandall,
Katkovsky and Crandall (1965) is the first children's ques-
tionnaire aimed at assessing children's beliefs in rein-
forcement responsibility exclusively in intellectual-aca-
demic achievement situations. It is also the first to
score internal responses for both positive and negative
events.
The JAR developmental sample included 923 students in
the third through twelfth grades of both sexes with 166
sixth graders being included. Test-retest reliabilities
for younger children, including sixth graders, are .65 for
Total I (internal control for all events), .47 for I+ (in-
35
ternal control for positive events) and .69 for I- (inter-
nal control for negative events) (2 < .001). There are no
significant sex differences. Internal consistency is .60
for I+ and I-. For sixth graders, the correlation of sub-
scale scores (I+ and I-) is .38 (2 < .001) (Crandall et al,
1965).
The questionnaire is relatively free from the influ-
ence of several well-known variables. Correlations with
social class are only .11 for I (2 < .05), .04 for I+ and
.14 for I- (2 < .01). However, girls do give significantly
more internal responses than boys, particularly in taking
responsibility for negative events.
The IAR consists of 34 forced choice items describing
positive and negative achievement experiences routinely oc-
curring in children's daily lives. Items are worded sim-
ply, clearly and only require marking the desired response.
Student Evaluation of Teacher II (SET II). The SET
II, developed by Haak, Kleiber and Peck (1972), is designed
for use with children in grades one through six. It con-
tains four factors upon which children in grades four
through six make their evaluations of teachers. These
factors are interactional competence, rapport, unreasonable
negativity and fosterance of self esteem.
Because of the true-false format, reliability for the
SET II was determined using percentage of agreement statis-
tics. For example, 152 Mexican-American children formed
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the developmental sample for grades four through six. They
were administered the SET II in April, 1971, and then again
ten days later. Percentage of Agreement for the items
ranged from 66.1 to 94.0. Percentage of Agreement by abil-
ity level for these children yielded similar results. All
reliabilities for all items were considered to be adequate
by the authors of the SET II.
On factor analysis of the data, differences between
cultural groups and grade appeared at a slight level among
first grade children but tended to disappear by the time
the sample group reached the third grade--Blacks, Mexican
Americans and Whites were included in the developmental
sample for grades one through three. These differences
were that Black children were more cohesive in their evalu-
ations of their teachers' attitudes toward themselves than
they were in their own evaluations of their teachers. Mex-
ican-American children were more cohesive in their evalua-
tion of emotionally laden items.
For the children in grades four through six, four
separate factors were determined: interactional compe-
tence, rapport, unreasonable negativity and fosterance of
self esteem.
Interactional competence, Factor I, concerns the suc-
cess with which the teacher communicates and interacts with
the class. The items touch upon teacher-student communica-
tion, appropriate aid where -gaps- exist and appearance of
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deriving personal satisfaction from teaching. These items
are similar to those in Factor II except that they are less
emotional and evaluative and more competency based.
Rapport, Factor II, concerns the teacher and students
being engaged in a pleasant, stimulating relationship where
the teacher expects a certain degree of understanding from
the children. It reflects a "generous, non-egocentric view
of children" by the teacher.
Unreasonable negativity, Factor III, concerns unrea-
sonable, excessive emotional negativity in teacher
behavior. A teacher scoring high on this factor explodes
and punishes, much to the confusion of the students.
Fosterance of self esteem, Factor IV, is composed of
items which relate to a child's personal competence and
self esteem. It reflects a relationship between the
child's observation of teacher behavior and what the child
feels is his teacher's evaluation of his own intelligence
and competence.
The SET II consists of 23 simply worded, short state-
ments. The subject responds by marking them true or
false.
Procedure
Administration. The instruments were administered to
the children by a psychology professor and three psychology
graduate students in April, 1976. The testing for each
class was conducted on two successive days with another day
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of testing scheduled for students who missed one or both
sessions. Except for the second session of testing in the
parochial school, all testing took place in the morning
hours. During the testing sessions the teachers were ab-
sent from the room to ensure the confidentiality of the
students' responses.
On the first day of testing the SET and TAR were
administered in that order. On the second day of testing
the SET II and the RI were administered respectively. The
reason for this ordering was to minimize the possible ef-
fects of fatigue and frustration. The 58 item SEI required
less reading than the 34 item TAR which has two written
responses to be considered in answering each question. By
administering the SET first, there was a decreased possi-
bility of a fatigue factor affecting the subjects' respon-
ses than if the IAR was first administered. The same
rationale was applied to the administration of the 23 item
SET II and the 72 item RI. The RI, with its likert scale
answers, was the longest and tnost difficult instrument, so
it seemed reasonable to pair it with the easiest instrument,
the SET II. The reason the SET II and RI were administered
on the second day was to minimize the influence of any
frustration arising from taking the most difficult
instrument.
On the first day of testing each teacher was given a
pre-coded personal data form requesting the following
information:
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name of school, subject(s) taught, teacher's
educational level, institution from which the teacher grad-
uated, years of teaching experience, teacher's sex and the
teacher's ethnic group. The teachers were asked to indi-
cate whether or not they desired feedback from this study
and were asked to return the form to the test administrator.
Each test administrator was briefed prior to the
testing dates. All test administrators were supplied with
cards containing identification codes for each student in
each classroom, pre-coded personal data forms for the
teachers, pencils, answer sheets which contained a teacher
code for each class, and a copy of directions to follow.
They were verbally instructed to use as an example the
first question of each instrument. (The directions provid-
ed appear in Appendix B.)
There were two classrooms entirely composed of poor
readers. All questions were read to those students, and
numerous definitions and examples were given in response to
the children's questions.
Scoring. Scoring for the SEI. RI and JAR was execut-
ed in the manner prescribed by their authors so that higher
scores represented higher ratings. Scoring for the inter-
actional competence, rapport and fosterance of self esteem
scales of the SET II were reversed so that higher scores
would indicate higher ratings of those factors. The scor-
ing for the unreasonable negativity scale of the SET II
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remained unchanged since the originally prescribed scoring
system indicated higher unreasonable negativity with higher
scores. Therefore, for all scales used in this study, the
same interpretive concept was used: as scores rise, so do




Canonical correlation was conducted between two sets
of variables obtained from all ten classrooms, N = 266.
The first set was composed of the various student psycho-
logical variables--internal locus of control for positive
and negative events as assessed by the JAR; self esteem as
assessed by the SEI; and level of regard, empathetic under-
standing, unconditionality of regard and congruence as as-
sessed by the RI. The second set was composed of the stu-
dent perceptions of their teachers--interactional compe-
tence, fosterance of self esteem, rapport and unreasonable
negativity as assessed by the SET II.
The canonical correlation yielded a significant
relationship while accounting for 42% of the variance,
R (24) = .65, < .001. This means that the two compos-
ites share in common 42 of the variance. As indicated by
the factor regression weights reported in Table I, three
factors in each set contributed highly to the prediction of
the scores in the other set. Level of regard, self esteem
and empathetic understanding in that order accounted for
most of the variance in the prediction of student
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perception of their teachers. Level of regard is a great
deal more highly weighted in the prediction than empathetic
understanding, however, as can be seen in the canonical
correlation matrix in Table II, the two are highly related,
r = .73, and correlate similarly with interactional compe-
tence, rapport and unreasonable negativity in set two--the
student perception of teacher variables. The regression
weights are very different because level of regard and
empathetic understanding are highly related, and once level
of regard is partialed out, empathetic understanding is
weighted with the remaining different behavioral responses
in prediction of set two. Fosterance of self esteem, rap-
port and unreasonable negativity accounted for most of the
variance in the prediction of set one, the student psycho-
logical variables. Among the two sets of variables, inter-
nal locus of control for positive and negative events,
unconditionality of regard, congruence and interactional
competence carried little weight in prediction. For more
detailed description of the relative significance of the
variables in the two composites and correlations between
factors, please refer to Table I and Table II below.
In an attempt to control for the possible confounding
variable of reading level, canonical analyses were conduct-
ed separately for the two classrooms of poor readers




Factor Regression Weights for the Two Sets of Variables
Set one--student psychological variables
*Level of Regard - 0.73057
*Self Esteem - 0.34455
*Empathetic Understanding - 0.14185
Internal Control - 0.03839
Unconditionality of Regard - 0.03606
Congruence 0.06395
Set two--student perception of teacher variables
*Fosterance of Self Esteem - 0.44644
*Unreasonable Negativity 0.40610
*Rapport - 0.32195


























































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































These results were similar to the over-all canonical analy-
sis. Again, the same variables accounted for most of the
variance. Accounting for 45% of the variance, results for
the two classrooms of poor readers were R (24) = .67,
—c
< .04. Accounting for 43% of the variance, results for
the eight classrooms of adequate readers were 
-11c 
(24) = .66,
2 < .01. As illustrated by the similar canonical correla-
tions and percentage of variance accounted for, the basic




The findings of the present study indicate that the
more highly sixth graders regard their own worthiness, per-
ceive that their teachers believe them to be important
people, and perceive that their teachers understand what it
is like to be a student, the more favorably will they per-
ceive their teachers. The children will tend to rate their
teachers higher on their ability to engage in a pleasant,
stimulating relationship in which the teacher expects a
certain degree of understanding from the children and to
rate their teachers higher on their ability to foster the
children's sense of intelligence, personal competence and
self worth. The children will consider their teachers to
be more reasonable rather than exploding and punishing.
The results of the present study directly support the
conclusion by Davidson and Lang (1960) that students' per-
ceptions of their teachers' feelings toward them correlate
positively with student self esteem. Furthermore, the
results of the present study indicate that student self
esteem and teacher fosterance of self esteem are highly
predictive of each other. It cannot be concluded from this
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type of study if student self esteem is affected by the
teacher's fosterance of self esteem or if there is an in-
teraction affecting both.
Aspy (1967) and Aspy and Hadlock (1967) demonstrated
from observer ratings and achievement test scores that
teachers' positive regard, empathetic understanding and
congruence significantly affected academic achievement,
often dramatically Although in the present study congru-
ence is not a major factor, it is important to note that
level of regard and empathetic understanding are major
factors in the prediction of student perception of teach-
ers. This indicates that children not only respond posi-
tively to high levels of affective facilitation in the
academic domain, but that they themselves attach impor-
tance to empathetic understanding and level of regard. The
fact that they are so highly valued by the students may be
a causative factor in the results of the prior studies
(Aspy, 1967; Aspy & Hadlock, 1967). The findings of the
present study lend further support to the idea that the
affective development of children is an important part of
the educational process.
Several researchers (Barbe & Steiert, 1964; Beck,
1967; Veldman & Peck, 1963; White & Dekle, 1966) found that
children highly value warmth and friendliness in their
teachers. The strong negative influence of unreasonable
negativity and strong positive influence of rapport found
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in the present study lends further support to their
findings.
Of particular interest is the fact that level of
regard contributed highly to student perception of teach-
ers, whereas unconditionality of regard did not. First of
all it indicates that student perception of teachers is
more complex than the notion "if you like me, then I will
like you." It indicates that students seem to desire a
contingency relationship. The exact nature of such con-
tingencies are unknown. These findings could reflect a
desire for some structure in the classroom and/or a self
actualizing motivation within the students as individuals.
They are striving to change, grow and improve their skills
affectively and academically. They may want feedback from
their teachers which tells them just how well they are
doing rather than acceptance no matter what, which tells
them nothing about themselves. These results could also be
interpreted in behavior modification terms. Unconditional
acceptance rapidly becomes non-rewarding.
Implications
Sixth graders of varying degrees of academic ability
exhibit the same pattern of evaluating their teachers.
Their own self esteem, perception of their teachers' level
of regard and empathetic understanding strongly influence
their evaluation of their teachers' rapport, fosterance of
self esteem and reasonableness which have previously been
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described (Haak et al., 1972) as factors of teacher compe-
tence. Thus, the message to teachers seems clear. Stu-
dents want them to understand how it is to be a student, to
show them that they are important individuals, to relate to
them in a friendly and stimulating manner, to expect a cer-
tain degree of understanding from them and to foster their
sense of intelligence and personal competence. This mes-
sage comes from rural, small town and small city children,
but this author believes that these desires are generally
human desires and that future research, if conducted, will
reveal similar patterns from urban and inner city children
as well.
The findings of the present study justify further re-
search of student psychological variables, student percep-
tion of their teachers and teacher behavior in the class-
room. Analysis of patterns of student perception of their
teachers needs to be carried out at the individual class-
room level. The use of many more classrooms representative
of children from more varied backgrounds may prove valu-
able. Also, in conjunction with such analysis it is impor-
tant to find what those teachers actually do in the class-
rooms via trained teacher observer techniques. Utilizing
the results of such further studies, an intensive program
in teacher preparation training and human interaction
training which concentrates on the affective needs of stu-
dents as documented by the present study and knowledge
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gained in future research could be offered to student
teachers, teachers and principals. In this way teacher
skills may be improved, the general school atmosphere may
be improved by understanding administrators, and children
will be given more space to grow and hopefully, enhanced
motivation to learn and not to become mental or physical
dropouts from -compulsary" education.
In concern for the future, this author also wishes to
state that student perception of teachers may possibly go
beyond the scope of this study. Student perception of
teachers may in actuality be a reflection of student per-
ception of self in relation to that Institution. If this
is shown to be true, there will indeed be justification for
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DIRECTIONS TO TEST ADMINISTRATORS
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Give the Data Form to the teacher and get it back before we
leave today.
Day I
Pass out the cards to the children.
Pass out the SEI. While this is being passed out, write an
example on the board.
1. Like Me Unlike Me
1. XXXXXXXXXXXXXXXXXXXXXX.
Directions:
Write your number and sex on the answer sheet. Please
answer the following sentences. If the sentence describes
how you usually feel, put a check in the column "Like Me."
If the sentence does not describe how you usually feel, put
a check in the column "Unlike Me." There are no right or
wrong answers. When you are through, bring your answers to
me and return to your seat.
(Answer all questions. Watch for poor readers who are
struggling along at a "snail's pace." You may want to read
them each question. If there seems to be a number of slow
readers, go ahead and read the questions aloud for the
whole class.) When the majority of the children are fin-
ished, check to see how far the remainder has gotten. Go
on to the next test within 25 minutes. They can keep the
SEI at their desks.
Pass out the IAR. While this is being passed out, write an





Write your number and sex on the answer sheet, Place a
check beside the statement you most agree with. Your
teacher will not see your answers. Bring your answers to
me when you are through.
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(If a number of slow readers has been identified, read this
aloud. If not, answer all questions. Offer help to anyone
who seems to be going extra clowly. Before you leave,
announce for them to keep the card to use tomorrow. Check
to see that you have received all tests before you leave.
Day II 
Pass out the SET II.
Pass out pencils.
Write an example on the board.
XXXXXXXXXXXXXXXXXXXXXXXXXXX
Directions:
Write your number and blacken the space for your sex. Do
you really notice how your teacher acts? Please mark the
following sentences about your teacher. Tell if each sen-
tence is true or false by blackening the space next to the
sentence. Be honest, and give your opinion. Your teacher
will not see your answers. Please choose only one answer
for each question. When you are through, bring your an-
swers to me and return to your seat.
(Use what you learned yesterday about the kids in adminis-
tering the instrument and controlling the kids.)
Pass out the RI and RI answer sheets. While this is being
done, write an example on the board.
1. XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX
Strongly Probably Probably Strongly
Yes Yes Yes No No No
+++ ++ + - --
3 2 1 1 2 3
Directions:
Turn to the last page of the text with the numbers all over
it. Write your name and sex.
Here is a list of some ways that a person may feel or act
toward another person. Please think carefully about your
relationship with your teacher when answering these state-
ments. Look at your answer sheet. On your answer sheet,
blacken out a number in each statement according to how
strongly you feel that it is true or not true about your
relationship with your teacher. You have the choice of an-
swering strongly yes, yes, probably yes, probably no, no or
strongly no. Your teacher will not see your answers.
Make sure you have received all tests before your leave.
Empathetic Understanding -54
Level of Regard -54







Fosterance of Self Esteem 0
APPENDIX C
Range of Possible Scores on All Scales
SEI 0 to 100
RI
to +54
to +54
to +54
to +54
to 8
to 10
to 10
to 12
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